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ABSTRACT 

Chapter 9 of a revised volume on school leadership, 
this chapter focuses on the principal's instructional leadership 
goals and functions. Leading the instructional program requires both 
an understanding of educational technique and a personal vision of 
academic excellence that can \ye translated into effective classroom 
strategies. Research shows that principals can nave a profound 
indirect effect on students' learning experiences. This influence is 
shaped hy the community and institutional context and by the 
principal's management style and personal temperament. Of the many 
tasks performed by principals, five most clearly influence a school's 
instructional program: (1) defining the school mission; (2) managing 
the curriculum and instruction; (3) promoting a positive learning 
climate; (4) observing and giving feedback to teachers; and (5) 
assessing the instructional program. Principals' instructional 
leadership duties should not be overemphasized at the expense of 
unofficial leadership found in schools. The key to effective 
instructional leadership may well lie in principals' flexibility in 
sharing duties and their ingenuity at matching these duties with the 
appropriate department heads, assistant principals, or teacher 
committees. Understanding the critical leadership functions is a good 
first step toward creating an effective learning environment. 
(MLH) 
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Chapter 9 

Leading the Instructional 
Program 

James R. Weber 

C. 

X^aieful observation of leaders usually shows that leaders are 
savvy performers who know their environments, their goals, and their limits, 
and who often compromise for the good of the organization. Althoughcharisma 
is undeniably a part of leadership, it probably assumes the same proportion as 
Edison*s inspiration: the 1 percent that develops after the 99 percent of hard 
work and careful analysis. 

In fact, the most revealing definitions of instructional leadership do 
not even mention charisma. Instead, they talk about the workmanlike care of 
administrators, lead teachers, and others who put excellence of the instructional 
program first in their working (not just their verbal) priorities: 

Instnictional leadership is the principal's role in providing direction, 
resources, and support to teachers and students for the improvement 
of teaching and learning in the school. (James Keefe and John 
Jenkins) 

We broadly interpret the concept of instructional leadership to 
encompass those actions that aprincipal takes, or delegates to others, 
to promote growth in student learning. Generally such actions focus 
on setting schoolwide goals, defining the purpose of schooling, 
providing the resources needed for learning to occur, supervising 
and evaluating teachers, coordinating staff develofMnent programs, 
and creating collegial relationships with and among teachers. 
(Wynn I>e Bevoise) 

Instnictional leadership is leadership that is directly related to the 
processes of instruction where teachers, learners, and the curriculum 
interact ... To exert leadership over this process, the principal or 
other leader must deal with — in the case of teachers — supervision, 
evaluation, staff development, and inservice training. In governing 
the content of instruction, that is, the curriculum, the instmctional 
leader will oversee materials selection and exercise choices in scope 
and sequence, unit construction, and design of activities. (Keith A. 
Acheson with Smart C. Smith) 

The general goal of instructional leaders, then, is to improve or 
maintain conditions that encourage student learning. But to do this a principal 
must balakice the needs of a particular school, the needs of the community in 
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Which it is set, and the resources he or she can bring to instructional manacc- 
mcnt * 

researchers approach the topic of instructional Icaderehip 
from various perspectives. coUectively their findings suggest that itisadyn^^ 
process. Instnictional leadership is long-term dedication to instructional excel 
lencc. not a one-time resolution to "get more involved in instmction." It 
includes both instructional and school management issues: evaluation of 
teachers and students, school climate, curriculum, discipline, material resources 
for teaching, community support, staffing, decision-making methods at the 
department and administrative levels, short- and long-term goals for instruction, 
personal interaction between administrators and teachers, and so forth. As the 
research suggests, leading the instructional program requires both an under- 
standing of educaticMial technique and a personal vision of academic excellence 
that can be translated into effective classroom strategies. 

Principals perfomi many tasks. Their days always seem to be on the 
run; meeting with parents, fielding queries ot pfoblems from the centn ' office 
dealing with students' discipline troubles, coordinating care of the physical 
plant, looking into instructional planning, and handling faculty relationships to 
mention only a few tasks. A case can be made that any of these activities can 
have some impact on the instructional program. The majority of this chapter is 
organized, however, around five central activities that most directly influence 
a school's instructional program: 

• defining die school's mission 

• managing curriculum and instruction 

• promoting a positive learning climate 

• observing and giving feedback to teachers 

• assessing die instructional program 

Before discussing these tasks, it is important to consider the environ- 
ment m which tiiesc tasks are performed. In the community, the schooPs 
organization, and the values by its staff reside both the problems and die 
resources widi which instruction«J leaders woric. 

Then, at the end of the chapter, attention nrnis to a consideration of 
whether oflier individuals, not just die principal, can share die responsibility for 
instructional leadership. 



The Contexts of Instructional Leadership 

The leader's integrity is not idealistic. It rests on a pragnuttic 
knowledge of how things work. —Lao Tzu 



To understand how principals can affect the instructional environment 
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of schoob, we must first examine the contexts in which the princ^ nmst 
function. Principals operate in a mobilevd worid, woiking wi A influences both 
widiin and outside of the school — with community members and their inteiests 
as weU as with teadien, students, and other administiators. Personal charac- 
teristics and beliefs also afTect principals* decision-making processes and t^ 
style of instructional leaderriitp. 

The Communrty Context 

The inqpact of the community on the behavior of principals and the 
nature of their work was so evident, say David Dwyer and other lesearchm 
from the Far West Laboratory for Educational Research and Development, after 
closely examimiig die activities of five successful principab, dM they had to 
modify dieirniodd of iristructionalmaoagement Hiese rcsearchen fUlowcd 
each of the five principals for three woriubys each, observing and inl^^ 
them about dieirinlentions and actions. They were primarily imeitsied in bow 
succesifU principab organize dieirschod'sinstniction and what ri^dieyp^ 
in managing the instructional process. Researchers spent twenty to tfainyhoura 
in eadi school observing classes and talking to students and leacbm. Docu- 
ments peitaining to eadi schod's in >utictionaI process were also analyzed. 
After analyzing the data diey gathered, the researchers concluded that the 
attention (rf these principab was oftrn devoted to matters externa] to the school 
building. 

Some of the principab viewed their invotvement in community-fclated 
tasks in a negative li^ as something diat reduced the time diey cooM devM 
to other kinds of tasks. When princqnb must qsend time negotiating with the 
police, for instance, diey have less time to devoie to instraction-friaied ac- 
tivities. On die other fauuid, principab tap commtnity resources for needed 
maieriaborpenoimeL Ommunhy stqiport can be irnportant at school boaid 
meetings and in a variety of school*rebaed fundraismg activities. Indeed, 
community sqiport for unorthodox p i ogiau is or approaches may serve as a 
buffer between a principal and die central office. The Far West Lab's study 
mentions one principal who fdt a particular responsibility to his kiw-income 
communiQr, defining his role as both a c ommunity leader and a schocri leader. 
Consequently, he took a personal mterest in the problems of students and diei^ 
parents, 

A community's influences on the nistniccional process of die schod 
arereflectedinthel^WestLab'sstucfyaswdL Studemnimover, for instance, 
b affected by die mobiUty of families in a district, making studem pbcemsm a 
conlintting concern for some principals. Funding cuts, resuhmg from dedsions 
beyond district control, produced heightened concerns about bond issues and, 
thus, about the erosion of pMk support for mstructional p r ogi a m s. 

Moreover, die sockieconomkr status of die conrnumity appears to be 
related to successful principab' mmigenient styles. A study by Phillip Hal- 
liiiger and Joseph Murphy suggests diat successful principals in km-income 
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communities tend to be strong managers who assume more authority in instruc- 
tional matters than do their counterparts in higher-income communities. They 
also tend to be more actively involved in supervising instruction and in trying 
to improve school climate. They are instrumental, say Hallinger and Muri^y, 
in citating climate. Higln^r-income communities, on the other hand, tend to 
give their principals die role of organizational monitor: coordinating the 
curriculum, evaluating instruction, and checking on student progress. 

Similar findings are reported by Shirley Jackson and her colleagues, 
Richard Andrews and his colleagues, and other researchers who have found that 
effective low-income urban schools are led by assertive principals widi a 
centralized leadership style. Such {xincipals assume more authority m setting 
individual teachers' instructional agendas. 

The Institutional Context 

It is noteworthy that such "externar* factors as community 
socioeconomic status (SES) may influence how a principal tends to manage 
instruction. However, schools can also be considered as institutional "cultures" 
with their own particular characters. Like other kinds of institutions — corpora- 
tions, political parties, and churches, for instance — schools have unique institu- 
tional "cultures." But unlike many other institutions, schools do not tend to be 
hierarchical in structure, with neatly established lines of authority and com- 
munication. 

Tenence Deal and Lyrm Celotti studied principals* influence on class- 
rooms in 103 elementary schools in 34 San Francisco Bay area school districts. 
They found that» aldiough collateral services such as food services or supplies 
may be managed in top-down fashion, instruction is not effectively coorxiinated 
through fonnal channels: "For administrators who approach subordinates or 
superiors assuming that schools operated on a business or industrial logic, one 
can predict conflict, personal tension or disillusiorunent, and reduced ad- 
ministrative effectiveness.** 

Thus, leadership in instruction is not merely a matter of putting a 
leader's intentions into action. Instructional leaders woik within a context in 
which their workers— that is, teachers— must be trusted as well as trained. 
Principals must work with the existing resources in a school and improve the 
quality of instniction through strategies of persuasion and change. When 
attempting to manage instruction, principals must not disregard the existing 
norms in their schools. The question for instructional leaders, then, becomes 
how diey can recognize and contribute norms that positively influence instruc- 
tion. 

Steven Bosserc and colleagues found that studies have identified at 
least four characteristics of effective school cultures. These characteristics form 
a picture that may help to clarify what instructional leaders can hope to 
accomplish in their pursuit of instructional excellence. Successful schools tend 
to have 
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• a school climate conducive to learning — i.e., one that is 
free from disciplinary problems and vandalism 

• a schoolwide emphasis on basic skills instruction 

• the expectation among teachers that all students can 
achieve 

• a system of clear instructional objectives for monitoring 
and assessing students* peifomiances 

These characteristics of effective schools s^pear to be the outgrowth 
of sc.'iool norms, that is, the expectations collectively held and generally striven 
after by principals and teachers in these schools. Judith Wanen Little has noted 
that successful schools always have two vital norms that help to shape teachers* 
interactions with principals and with each other. First, there is a norm of 
collegiality, by which teachers expect to work closely together as colleagues. 
Second, there is a norm of continuous improvement, meaning that teachers often 
scrutinize and discuss their teaching practices, and that experimentation in 
teaching strategies is encouraged These norms testify to the mutual support 
and professional interactions among the staff in effective schools. 



In addition to the community and institutional influences, a third faccor 
also affects p^Jicipals* management behaviors — their personal characteristics. 
Even when differences in community and institutional contexts are taken into 
account, the management styles of successful principals vary widely. Whereas 
some principals manage by maintaining existing norms in a school and in- 
fluence others by suggestions, others exercise control over instructional prac- 
tices at the classroom level, monitoring and even changmg teachers* lesson 
plans. 

Of course, principals* behaviors are not solely controlled by their 
temperaments; as mentioned above, they are also influenced by the surrounding 
community and by the school itself The Far West Lab study suggests that 
principals* management styles may be less obtrusive in schools with estab- 
lished, veteran faculty, and more interventionist in schools with les£ ex- 
perienced or rapidly shifting faculties. 

Nevertheless, principals do seem to exercise their authority with 
distinctly individual styles. Such stylistic preferences also have some influence 
over the way principals structure their schools and over which behaviors they 
reward and how they reward them. 

It is clear that principals need not be bom with charismatic per- 
sonalities to be effective instructional leaders. Indeed, the conclusion of most 
recent research is that several different personal styles seem to be effective in 
providing instructional leadership. Ethnographic studies of principals by Ar- 
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Ihur Bimnbe^ mi WiUiam Grcenfidd amd by Dwycr and otfaen suggest that 

some ait asteftive leidere, others aie facilitadve; some pirfcr centralized 
authority over instructional matters* others give teacfaeis instnictional 
a u tono my . 

AUiough successful principals possess a wide nn^e of personal 
duracseristics, a few traits seem to be present in most success instructional 
lodm. The wetCve of the studratt in their care is piobMy the sit^ most 
impoftant coooem of successfol principals. With their eyes on this iMtimaie 
goal — flquoved studrat letfninf— good instructional le«len aie aMe to 
n»dify crater their piefened modes when siniatknsfe^^ Dwyeraodhts 
ooifcagues observed that such situations usually *'ev(rived lapidly in die setting 
Mdwcfebasedontteprinctpal*spen:eptioiidiatacfaiklordu^^ 
woe in physical or emotional >eop^ fflundnxg and Gieenfield also point 
out diat many of the effective principals diey studied wrtc inoovatois ivbo 
retained improving student kaining as dieir goal but continually sou^ new 
«vays to achieve diis goal. Successful prmcipals defined what was possible for 
diem to do only afiter testing the limits. They avoided prior assumptioDs about 
what could and could not be aoconqiiifhed. 

A tiurd quality of nKxessfU prindpak, noted by Dwy^ and o^ 
was die predictjMeioutjtne set down effective ittstiuctioiiali^^ "Wish 
their students and thrir own overan:hiBg goals in mind,'' diese teseai^^ 
*die prinripalbi invested thdr time in dr managemem of die nuffldane deta^ 
dieirofginizationr Ae|Aysicai and cnMional ekmeotsof die school enviioo' 
tnent, achocd-community relations, die teaching uaff, scfaoolwide student 
achievement and individual studrat progress " 

One principal for ittscanoe, gitt^ diildren as they cme to schori 
themofning. He was a visiUepres»ce in die school, who moved duough die 
halls, visited classrooms, talked to teachers and studet^, md examined 
students* woflL Ife alsoexpressedifiteiest in students* leanungroodes--autal, 
visuat ockinesdietic— urging teachers lo ad^ lessons to soideots' piefaied 
modes of learning. 

Aldiough these nwtiiies involve common acts of die piiiK^nlsM 
researchers stress that die "siKxess of diese activities for instfucti^ 
nmt hinges ... on the prificipal's c^iadty to comect them to die instruction 
system.** Dwyer tmns diis routiiie, pragmatic approadh to instructional 
managemem a "strategy of incmneotal action.** Routine activities petfotmed 
by principals can help keep schools moving towanl kmg-ienn goals such as 
m ai n tai nin g norms of student bdiavior, suggestit^ chan^ in teaching, or 
devdoping an awareons of die disttactions and ch^mges underway in die 
school The effects of these poutine actiofis can be substantial if a principal 
carefully selects die routines he or she performs. 

A principal in die Dwyer study succeeded in focusing the energy in 
her schools on instruction by reducing die number <rfsdiool rules fitom twenty 
to six. Students were able to memorize die rules more easily, alkiwing dis- 
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cipline to be simplified. Furthennore, she used the contacts she had with 
students for disciplinary reasons as opportunities for direct teaching, asking 
students to bring their honiewoik with them when they met with her. She 
checked their work and infcmnally tested their understanding of the material. 

In general, then, successful principals have a pragmatic understanding 
of the school environnient that assists them in their efforts to improve student 
performance. Such pragmatism requires influencing the school environment, 
first through modes of behavior that encourage positive learning outcomes, and 
second through routine activities that make their work reliable and visible. 



With these perspectives, we can answer the question, "How can 
principals actually have an effect on teacher performance and student learning?" 
Principals can encourage the adoption of institutional nomis that favor col- 
legiality , instructional improvement, and student achievement They can wield 
influence in areas that are related either directly or indirectly to instruction. 
Direct influence can occur in observation and evaluation of teachers, for 
instance, or in reviewing curriculum. Indirect influence, which can also affect 
school norms, can occur in setting general instructional goals for the school, 
garnering community support for instructional programs, organizing and staff- 
ing programs, and placing students in appropriate classes. 

Given these findings, it is useful to examine more specific strategies 
that instructional leadership requires, to move from discussing factors that 
contribute to a principal's general effectiveness to those domains often cited as 
essential to strong instructional management. 



Because schools are loosely coupled organizations (the workers enjoy 
relative autonomy in nearly all essential aspects of their work), motivating staff 
members to woric toward common goals can be a major task for an instructional 
leader. A shared sense of direction already exists in most tightly coupled 
systems. But in schools, staff members need to be reminded of goals and need 
a firm but flexible hand on the helm. According to Kari Weick, "The ad- 
ministrator of a loosely coupled system centralizes the system on key values 
and decentralizes everything else." Reaching a consensus on instructional 
goals, then, is extremely important. 

Common goals are the glue that binds the system together. "Articulat- 
ing a theme, reminding people of the theme, and helping people to apply the 
theme to interpret their work," Weick asserts, "all are major tasks of ad- 
ministrators in loosely coupled systems." 

The theme a principal may choose to articulate may be a synthesis of 
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the influences discussed in the previous section — a community's long-temi 
needs; his or her personal vision of what a school can be; and realistic, attainable 
day-to-day objectives in the c(assfoom. To find the theme, a principal may need 
to assess the values and strengths inherent in the community, students, and staff. 



As James Lipham and his colleagues point out, the broad objectives 
of schools have genendly encompassed at least four dimensions: intellectual, 
social, personal (including aesthetic, ethical, and physical), and vocational. 
Both those outside of and within a school are likely to agree on the need for 
schools to address diese four dimensicms. However, which of these dimensions 
receives the greatest emphasis may shift from time to time; certainly, at any 
given time, one community interest group may be more influential than another. 

Of course, principals may be hard pressed to distinguish between 
significant and insignificant changes in community expectations. For instance, 
although there has been a gradual shift m emphasis ftom intellechial skills to 
personal and social skills in school curricula, communities still expect schools 
to teach students the academic basics. Principals can monitor the community's 
real needs by being actively involved in community groups, attending profes- 
sional meetings to compare experiences, or taking courses in the sociology, 
politics, or history of society's demands on schools. 

A principal can identify the community issues affecting instruction 
more formally by conducting a needs assessment survey, by indep^ interviews 
with community members, or by initiating an ongoing community group. 
Moreover, Lipham and his colleagues strcmgly recommend associating issues 
with particular community figures — noting their roles in the community, their 
reputations vis-a-vis the schools, or their positions on issues in the past. 



The community may provide a frame of reference for defining a 
school ' s mission, but it is the leaders ' visions that guide the day-to-day function- 
ing of schools. In Dwyer and others ' study of eight principals, all die successful 
principals *'had a working theory that guided their actions. They all sought to 
understand how modifications in the structures of their schools influenced 
youT'^sters." All the participants in the study thought of themselves as "the 
pivotal points*' around which the disparate pieces of the school turned. Blum- 
berg and Greenfield also found principals' visions to be a leavening agent They 
quote some of the principals on what they want their schools to be, noting the 
diversity in content but the similarity in the strength of their individual visions. 
The following samples are representative: 

What I don*t want it to be is a single-minded approach. I don*t want 
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it to be an open school or a traditional school, or a school without 
walls, or a math school or a science school — I want to be able to 
accommodate the different learning styles of different kids and 
teachers, the different strengths of different teachers. I think if we 
have that rare person who is an excellent lecturer, I say let that person 
lecture, and in fact, encourage that person to lecture . . . capitalize 
on those strengths. 

I figure if the staff gets educated, and gets exposed to new ideas, 
they *11 transmit them to kids ... and I found it very frustrating in the 
beginning to realize where they were, because I kept thinking they 
were here, and I *d get more data and fmd out they were even further 

back than that They're flying by the seat of their pants. They 

don't know why they're doing it They're doing the wrong thing up 
in their own classroom, and I don't think that's okay. I think they 
need to know why they're doing what they're doing. Maybe they 
won't change a thing ... but at least if they knnw . . . what purpose 
it has to the total picture, then that's okay. 

When I went in there ... 1 think the essential thing was to make calm 
out of chaos — For the most part we were successful in doing diat 
.... I don't think 1 was successful in turning around the education 
prognun ... in terms of scholastic achievement. Each year we took 
an increasingly larger number of students who were already 
academically troubled in reading and basic skills . . . and we 
instinited programs to deal with this clientele but I always felt diat 
we were not getting them to achieve .... We had too many kids 
graduating with "D" averages, just barely minimum, and that was 
the failure diat I saw. 

Successful leaders do not stop with envisioning what they want for the 
schools, though. They also actively work to realize their visicm. According to 
Blumberg and Greenfield, "it was this personal commitment to a particular 
educational or organizational ideal, and their willingness to articulate and work 
for what diey believed in and felt was vital to the success of the students and 
teachers in their schools, diat distinguish [successful principals] from many of 
their administrative peers.'* Indeed, perhi^s because they have an overarching 
vision of what die sichool could be, these leaders are better able tc take the 
initiative in improving instruction. Because of their educational ideals, for 
instance, they can emphasize student achievement and teacher peifomiance 
despite community and institutional pressures to settle for mediocrity or a 
difftision of energy. Moreover, acting on their ideals for the school probably 
prevents diem from getting bogged down in administrative trivia. They tend to 
share die paperwork widi oUier administrative staff, allowing diemselves more 
time to pursue instructional leadership initiatives. 

Although visions can provide direction and impetus for instructional 
leadership, leaders must involve other people in die realization of diese visions. 
The process of staff involver'ent means communicating goals — perhaps being 
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willing to revise unrealistic goals but insisting upon approaches consistent with 
the leader*s overarching ideals of schooling. 

The setting of overall objectives for schooling, program objectives, 
course objectives, and unit objectives serves to translate theory about outcomes 
into reality. In these objectives, the broad goals become visibly related to the 
students and to classroom activities. An instructional leader, researchers agree, 
must attend to each of these levels of objectives (from the school as a whole 
down to each unit), reviewing and monitoring them for consistency and 
relevance. Careful attention to the program, course, and unit objectives will 
enable the leader to tranform instruction. 



Managing Curriculum and Instruction 



The implementation of a school s mission can be seen most clearly in 
curriculum and instruction. As in defining goals, the major tasks confronting a 
principal in implementation may actually be recognizing the instructional 
options available to teachers and then selecting, with teachers, those that best 
fit the constraints provided by the school environment. 

That instructional leaders need to know about instructional methods 
and trends is fairly obvious. While a perceptive yet untrained observer may be 
able to discern g^ in a teacher * s presentation, leaders need to provide infomied 
advice and communicate primties for improvement At the very least, instruc- 
tional leaders must share with teachers an understanding of instructional goals 
and a conunon language for describing and analyzing teaching practices. This 
sort of knowledge may be acquired most readily when instructional training and 
study includes both principals and teachers, as Tom Bird and Judith Warren 
Little attest. Collegtality, which Little defines as "recourse to other's 
knowledge and experience, and to shared work and discussion," has a profound 
effect cd instructional success. 



Of course, a principal's knowledge must be credible to teachers. A list 
of some of the areas of knowledge needed in instructional leadership, such as 
the one following, may discourage potential leaders at first. However, as with 
most lists of skills, a practitioner's working knowledge of these areas may be 
greater than he or she assumes: 

Trends in content fields, such as 



EnglishA^guage Arts 
Reading 

Foreign Languag-^s 

Mathematics 

Science 

Physical and Health Education 
Social Studies 



Essential Knowledge 
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Trends in Media and Methods, such as those in 
Textbook Selection 
New Technologies 
Teacher-Devdoped Materials 
Computei Software 
Personalized Education 
Direct Instruction 
Masteiy Learning 
Cooperative Small-Group Le^uiing 
SmdySicills 

Classroom Supervision Areas, such as 
Teaching Styles 
Gass Size 
Grouping Practices 
Use of Tinw and Space 
Instructional Strategies 
Instructional Media/Materials 
Homework 

Considering this list of knowledge and trends, it is doubtful that cveiy 
principal can master all the information necessary to be a perfect curriculum 
advisor, as well as perform all the other duties in the principal 's job description. 
Like a good infielder, though, it is not so important for principals to be 
everywhere or know everything, but to be in the right place at the right time (or 
to know the "right stuff' to improve a teacher's instruction). So, how much 
must a principal know about instruction? 

There are two basic components to what principals need to know: ( 1) 
the general processes common to effective teaching and learning, and (2) the 
specific needs and interests of their school's instructional staff. Within these 
two areas, principals can have a pragmatic t iderstanding oi curriculiim and 
instruction. 

In short, they must be experts on the general principles of effective 
teaching. At the veiy least, they must understand basic principles of learning: 
that examples allow concretion of abstract ideas, that students should grasp one 
concept before moving on to another, and that group instruction and individual 
instruction may meet different needs. 

Next, most administrators seem to agree that, to be effective instruc- 
tional leaders, principals should acquire information and advocate skills that aie 
interdisciplinary. Wriiuig and library use, for instance, are cross-disciplinary 
skills: ;mncipals can encourage writing in most of the students' classes or 
require them to use the library for research projects. 

Knowledge and Skills for Effective Supervision 

To be an effective supervisor of teachers, an instructional leader must 
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also be familiar with and sensitive to the teachers he or she supervises. Accord- 
ing to Keith Acheson. many would-be instructional leaders often simply see 
what teachers are doing and then tell them what they ought to do differently. 
"This simple q>proach overlooks the reality that only when teachers are able to 
do what they intend can much progress be made toward getting them to do what 
they should be doing." It is critical to make sure that teachers share the same 
goals as their leaders — to see that they are intending to do what they should be 
doing. Thus, evaluation and training are inseparable activities. 

Acheson maintains thst a principal needs to have knowledge and skills 
in three areas when observing and evaluating teachers: planning with the 
teacher, observing instruction or gathering data from other sources, and provid- 
ing feedback. Says Acheson, 

Intelligent planning requires a knowledge of the personality and 
characteristics of the teacher. In addition to knowing strategies, 
research, and subject maner, the instructional leader must be 
knowledgeable of observation instruments and techniques for taking 
systematic data. 

Recording useful data in the classroom requires skill, practice, and 
understanding a variety of techniques along with a knack for being 
unobtrusive. 

Sldllful giving of feedback relies on knowledge of: 

— a variety of teaching strategies or models of teaching 

— what has been learned about teacher effectiveness through re- 
search 

— the subject matter being taught (to analyze the process in relation 
to the content) 

— human development and child psychology (to analyze what stu- 
dents are doing--and maybe even why) 

— the official curriculum, pertinent policies, regulations, and laws 

Acheson*s list implies that instructional leaders need to know both 
what affects learning and how to communicate those principles to teachers. 

Inservice training can help clarify teachers' intentions as well as bring 
intenticms and performance together. They may also help to establish school- 
wide goals and a common vocabulary of teaching that is shared by all the 
instructional staff. A principal who participates in— or even directs — inservice 
training will be muchi>etter prepared to perform meaningful teacher observa- 
ticms later. Inservice programs can be schoolwide or specific to certain depart- 
ments (intended for the math faculty only, for instance). These inservice 
sessions can afford principals opportunities for centralizing teaching methods 
or ''eavesdropping" on trends in specific content areas. 
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Learning from Teachers 

Principals* knowledge of curriculum and instruction can be extended 
greatly by listening to teachers. Since it is unlikely that anyone will have 
comprehensive knowledge of all instructional areas, instructional leaders can 
keep their expectations and judgments of teachers realistic by watching and 
listening. Insights gained from listening may require patience and a temporaiy 
suspension of judgment on the principalis part. One principal, for example, 
questioned a teacher*s abilities because the teacher*s £q)proach seemed some- 
what unorthodox: 

For two years, during observations of and visits with her, [the 
principal] tried to understand her procedures and her rationales for 
th^tn. At the endof that time, the principal admitted that he still did 
not fiilly understand all aspects of the teacher's peifonnance. But 
he said that he had gathered enough infomiation to convince him 
that she was highly effective with smdents— ^d thus he supported 
her strongly. (Rutherford) 

Because there are so many variables in teaching and learning, an 
unorthodox approach may actually be in the mainstream of real education. 
Managing curriculum and instruction involves being familiar with content 
areas, instructional goals, and the wkle range of s^proaches that can be used to 
meet those goals. 

Encouraging Collaborative Planning 

Principals can also learn about a school's range of instructional goals 
by encouraging teachers to plan collectively for instructional improvement and 
then sitting in on dieir planning sessions. Schools can have teacher teams plan 
curriculum or learning goals, or they can assign temporary task forces to address 
schoolwide instructional problems. In these arrangements, teachers identify the 
goals (the instructional problems to be solved) and the new sq)proaches to be 
initiated in their areas of expertise. 

Karolyn J. Snyder, an educational consultant, compares schools to 
football teams in dieir organizational possibilities. Just as teams are trained in 
units, so, too, can schools perform staff development in specialized units: 
"Principals might well seek to organize instruction around teaching teams for 
various age levels (for instance, 5-7, 8-9, 10-12) so that teachers can specialize 
in particular teaching functions (math, record keeping, ordering, student 
management, and team management) for the benefit of the entire team." In this 
sort of goal-setting arrangement, the principal can monitor the team's goals and 
make sure they complement the overall instructional goals of the department 
and the school for grade levels. 
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Promoting a Positive Learning Climate 



Of all the important factors that appear to afTect students* learning, 
perhaps having greatest influence is the set of beliefs, values, and attitudes 
teachers and students hold about learning. Lawrence Lezotte and his colleagues 
define learning climate as "the norms, beliefs, and attitudes reflected in institu- 
tional patterns and behavior practices that enhance or impede student learning." 

The attinides that snidents form about academic learning come, at least 
in part, from the adults in the school. In studies of both effective and ineffective 
schools, it isclear that the norms for learning come from the staffsrequirements 
of students: the amount of time needed for studying, the amount of work 
assigned, the degree of independent work students can do, the degree of 
preparedness students feel about the work given them, the appropriate behaviors 
for school, and the staffs judgments of vhether students are capable of learning. 
Of all these variables — all are controllable by the adults in the school — the most 
important is probably the expectations and judgments about students* abilities 
to learn. 



Effect Of Teacher Expectations on Student 
Achievement 



Teacher expectations, in particular, have been linked to student 
achievennent in two ways. Directly, teacher expectations affect the amount of 
time they devote to instruction, the time they spend interacting with students, 
and the quality of materials and activities they use. Indirectly, teacher expec- 
tations are transmitted to students and form the students * expectations and sense 
of the worth of academic woric. That is, '*the norms, expectations and attitudes 
that students hold come from their perceptions of what is appropriate in a given 
social setting,** say Wilbur B. Brookover and colleagues, the authors of an 
intensive inservice program concentrating on improving school learning 
climate. Whether directly or indirectly, then, the messages that teachers and 
other staff send also return to them in t2;e form of student norms. 

In a school where expectations are low, the attitudes of teacher and 
students can form a vicious circle, a destructive self-fulfilling prophecy: '*Stu- 
dents probably can*t get this, so why try?" or **Nobody *s paying much attention 
to whether I leam this or not, so why try?" The power of self-fuliilling 
prophecies such as these is insidious. They are difficult to change because they 
generate the evkleix:e to substantiate their own bias. Furthermore, when we 
make self-fulfilling prophecies, we nearly always do so unconsciously, making 
them difficult to detect. 

Benjamin Bloom holds that almost all students are capable of achiev- 
ing age- and grade-level objectives. James H. Block and Lorin W. Anderson 
made this the basis of their program of Learning for Mastery; they, too, propose 
making objectives attainable for students by returning to objectives until they 
are mastered. This belief is quite revolutionary when compared to the operating 
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iSiomptiom of nniiy sdioob, wfakh stratify stodent^ acxording to levcb of 

Tbeie IS evidence Jormstme, tta 
levdsofexpecfMioiii, When stodenuafe placed in lower strata, leachen 06^ 
Mioiiaiizr an ovetdow of practice and a much slower pace dian is actoaDy 
ftqpmed (Joan Hynno and Alan S. Cohen), The lesok is bored, discoan^ 
fltodems in tfie Iowa groups, nnnforcing initial asswnpckms about those 
stodenis'sJiiiities. 

Taiwn seriointy, the bdid^ that nearly aD stiidems can learn at 
and grade kveb cieaies a positive setf-fblfilling prophecy, the reverse of the 
negative, prejudiced view. Bcauseteachenareniostcrfkenanawareorthar 
behaviors^ one of the lirrt taslu of instroctional leadm may be 10 set die tot^ 
of high expectations for students and teachers. Peifaqis die most effective way 
of doing so is to offer as par! of die school 's edocatioDal goab that leachm and 
sopport staff will strive for every student meeting s^- and grade-level objec- 
tives, expectatioos ate a fiilcram point that supervisors on use to pry 
teachen arid staff 9wa^ from onhelpfol, iDMicoDn^ 

Accordiiv to Brookover and coDeagues, rabing or lowering expecta- 
tions has been shown to chai^ a teacher's ruige of instructional activities. 
When teadim kiwer dieir expectations of students, they incorporate few^ 
die fdlowing essential instructional elements in didr teaching lepertoiies. 
When dKy nuse dieir expectations, diey use niore of diese demeiits, 

• Amount and quality of praise for correct ttiswen ^ 

• Actual amount of teaching students receive 

• Content covered 

• Response opport unit y factor— number of times students ait 
csDcd on— extent to which die question is challenging— degree 
of cognitive demands 

• Acaden.)c content (and more nonacademic activities) 

• Verbal and nonverbal wsnmdi and acceptance of die student in 
general 

• Nonverbal cues-^amoum of: eye contact— forward lean— af- 
fomative head nods— smiles-^physical contact 

• General encooragement and sopport 

• Teacher assistance MdwiUingness to hetp 

• Wait time (die amount of time a smdem is given to respond to a 
question before the teacher gives the answer or moves on to 
anotner student) 

• High academic evahiations— reflected by percentage of soidents 
esqiected to: master skins— con^lete high school or attend coU 
lege— doAorB woit 

• Reinstruction of students in failure situations (i.e., probing, 
resttUing questions, giving hints, etc., until suidem arrives at 
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correct answer) 

• Evaluative feedback and constructive criticism of school woric 

• Academically oriented teacher role defmitions (i.e., lower expec- 
tations are associated with the belief that social ccmtrol or other 
non-academic goals are the appropriate teacher objectives) 
(Brookover and others) 



Hi^ expectations need not start or stop at the classroom door. In fact, 
the tone is easier to sustain if present all day long. For instance, one successful 
principal profiled by Jo Ann Mazzarella improved learning climate in a school 
by becoming accessible to students, speaking to them in the cafeteria and during 
sporting events. Together with having vigorous material support for instruction 
and strong expectations for student performance, this principal set the tcme of 
accessible adult audiority for the school: 

My strategy was this: if I can get a thousand kids and mold and sway 
their attitudes, their feelings about the school, and their feelings 
about me as an adult authority figure rq)resentative of all the other 
adult authority figures in the school, if I can set a tone with them, 
it's going to make things a lot easier for every teacher in every class 
they teach. Tve done that in the four high schools Tve been in and 
it's worked every time. 

He mounted a successful campaign to reduce noise and eliminate trash 
in (hr- school commons area, banning radios without earphones and uiiging 
studc to pick up their trash. A xording to one teacher, he changed the climate 
for ac^ '^mics by getting students to realize that the school was also their 
responsibility. 

Indeed, the key to improving learning climate and expectations may 
well be in impressing iqx)n everyone — students, teachers, parents, and staff — 
that there is a close link between daily activities and student achievement If 
faculty make disparaging remarks about students or their families, if they reward 
or praise sloppy work, or if they reward inappropriate behavior, then the 
learning climate is affected and expectations are diminished. 

To reverse a negative learning climate, then, or to maintain an excellent 
one, an instructional leader has three tasks, according to Brookover and col- 
leagues: 

1. raise teacher expectaticms of students 

2. conununicate high expectations to all students 

3. establish an instructional program that requires a mastery of 



There are undoubtedly many ways the instructional leader can bring 
about each of these goals. For example, principals can share positive achieve- 
ment data with teachers. Sharing good news about effectiveness in one area 
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objectives and also supports it 
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can have a '*ripple effect,** motivating teachers to increase effectiveness in other 
areas, as well. Ultimately, the good news can affect student achievement, too. 
by conditioning teachers to expect good performances in formerly successful 
areas. 



Bodi teachers and students respond to the common symbols that tie 
the school together Leaders are symbol managers: they orchestrate the rituals 
that express the values of the school community. Symbols such as rewards for 
academic excellence— honor rolls, citations, and academic c<mtests such as 
"college bowls** — make visible the underiying values in a school. "Learning is 
important hwc.'* they say. **and we recognize students who learn well." They 
may also raise the level of camaraderie around academic pursuits, making 
schoolwork a competition that involves preparation and performance in a group 
as well as alone. 

Rewards and recognition not only add to motivation; they also enhance 
the sense of conunon effort that lightens the work of learning and teaching. 
Teachers working in less-effective schools have been found to speak seldom of 
dieir work or the school with oithusiasm. William L. Rutherfcnd described the 
environment in such schools as "placid and nonthreatening": "It placed few 
demands on teachers, but it was also ambiguous and without rewards.*' Stu- 
dents, too. have been found to suffer the same malaise of vague expectations 
and indifference. 



Another way to improve a school's instructional climate is to increase 
the amount of time devoted to instniction. Studies show that time-on-task is 
highly related to achievement The more time students spend on learning, the 
better the outcomes. Students also gain nnore interest in subjects and a better 
attitude toward learning when they maximize time-on-task. And just as learning 
is affected by time-on-task. so time-on-task depends on the quality of available 
time. It is important to note that the key word here is quality. Students can learn 
rapidly when the quality of instruction is good and when they are ready for what 
they are learning. 

But we must be careful here not to oversimplify the research findings. 
As Lorin W. Anderson observes, it is wrcmg to focus only on the "time*' factor 
and ignore the *'on-task*' part Simply providing more time for instniction will 
probably not raise achievement scores. The use of time — that is. the quality of 
the time spent on instructk)nal activities — must also improve. Indeed, some of 
the factors affecting the quality of instructional time are ways of improving the 
environment for instniction. 

In a study of eight secondary schools, Jane A. Stallings and Georgea 
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G. MoUiiiifi found that ieaming climate, including quality of instnictioiial time, 
was affeded by student behaviors, teacher attitudes, school policy, and principal 
leadmditp. In schools where policies regarding absences and tardiness were 
clear, well communicaied, collaboratively made, and consistently enforced, 
students were more likdy to learn and stay on task. Furthermore, teacher morale 
wax higher. Where tfiere were frequent interruptions during class periods, fewer 
students were on task, more smdents misbehaved, and more students were 
absent Iateniq)Cions can be produced by tardy students or by P. A. systems. 
Where principals were seen as more respectful and supportive of instruction, 
teachers were more involved in their work and students in theirs. 

Thus, increasing available instructional time must also be coupled with 
providing an environment that encourages concentration and attention to in- 
struction. 



The direct observation of teachers by principals is high on just about 
everyone's list of effective instructional leadership methods. In fact, research 
suggests diat, when done well, observation and feedback are among the best 
forms of instructional numagement In one study, principals themselves listed 
classroom observation as the second most effective strategy for improving 
instruction (ranked orJy after shared leadership for teachers) (Barbara Guzzetti 
and Michael Martin). But in practice, principals do not spend much time 
working directly widi teachers on instruction, as Van Qeve Morris and his 
colleagues found in a three-year study of twenty-four principals. It appears, 
then, that meaningful teacher observation is more praised than practiced. 

Considering the time principals must devote to observations to give 
them some validity and the potential impact of observation on principal-teacher 
relationships, it is not suqnising that in some schools observations occur only 
infrequently and, when done at all, are cursory. The issues surrounding a 
commitment to a teacher observation program go to the heart of the problems 
of teaching and learning. 

Keidi Acheson says that observers and evaluators of teachers must 
have knowledge and skills in three areas. The first area, intelligent planning, 
requires a knowledge of strategies, research, and subject matter, as well as 
knowledge of the personality and characteristics of individual teachers. The 
second skill is recording us^l data about teachers* performances. This is 
really a matter of being unobtrusive and knowing what to look for. Finally, the 
instructional leader must give helpful, collegial feedback. Like most adults, 
teachers respond best to reasoning from experience and to a concern with the 
problems in their daily activities. The instructional leader, then, seems to 
operate best as a facilitator of coUegiality, setting the tone for continuous 
improvement of instruction rather thu . making prescriptions for ills. 



Observing Teachers 



208 




Leading the Instructional Program 



Effective Observation Practices 

Tom Bird and Judith Warren Little found five issues that separate 
valuable observation practices from those diat were without purpose. Effective 
observation occurs in an environment in which there is agreement on fi v&points: 
(1) the positive value of observation, (2) its place in the organization, (3) its 
nature and relevance for teachers, (4) the professional norms that it may strain, 
and (5) die time constraints on adequate observations. 

Bird and Little found thpt the value accorded to observation differed 
maricedly among Ae schools studied. Two of die schools allotted time for 
observation and feedback even though doing so meant taking time away from 
other activities die principals could be involved in. Establishing observation as 
a priority seemed to be a constant struggle. They noted one assistant principal 
who delayed all his observations for a semester because he had to design new 
student identification cards. In another school, principals were spending time 
policing die halls for smokers after die school board closed die student smoking 
area, which necessitated abandoning a well-planned observation schedule. 

In addition to improving teacher performance, observations can be 
psychologically and socially beneficial as well. One such benefit may be giving 
teachers a sense of excitement about performing work diat matters. Observa- 
tions may also have professional rewards (as in advancement, recognition, or 
collegiaUty) or bureaucratic consequences. Moreover, observations can reflect 
on the administrators, as weU. For instance, observations range from dropping 
in and out of classrocHns to a systematic, structured supervision requiring 
foUowup and regular interaction between teachers and observers. The mediods 
of observation reflect die administrators* vie^^s of dieir roles in supporting die 
work of die teachers. 



The Organization of Observations 

A second cluster of interrelated issues surrounds the organization of 
observations: die number of teachers observed in a semester, die firequency of 
observations, and die duration of die observations. In fact, as Bird and Litde 
point out, observations may severely reduce die time administrators have to 
devote to odier activities. Teachers told diem diat diey begin to have faidi in 
an observer's understanding of dieir teaching only after four visits. 

Of course, diere are risks involved widi observations diat are too 
infrequent, too cursory, or too long. Infrequent observations leave too much to 
rumor about expected kinds of instruction. Too many classroom observations 
in a d^'y — ten, for instance^— <an take a toll on aprincipal*s attention and reduce 
dieir value for improving a teacher's performance. Aldiough a principal's 
"visibility" is a virtue touted by school effectiveness research, it has to be 
balanced against effectiveness. FinaUy, the length of an observer's stay in a 
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classroom might raise an issue of appropriateness— of "what's right and what's 
rude." The **right" length of an observation may depend on a particular schoors 
culture: whether slaying for an entire period or observing for two days in a row 
may call for special explanations to a teacher. 

B( c:ause a teacher's faith in observations rests heavily on the criteria 
and procedures the observer uses to analyze teaching, observers should attempt 
to increase teachers' knowledge, confidence, skill, or professionalism. Ap- 
parently, the nK>re frequently teachers are observed, the better use they can make 
of criticism. Bird and Little have found diat teachers who are observed 
frequently mske use of feedback evoi about clumsy performances as well as 
about thc^ that are more polished. They develop a "thick skin" for criticism 
and often request observations during difficult class times if they believe they 
can learn from the observation. "I wish there were more observations," com- 
mented one teacher, reflecting the helpfulness of the observer: "Hiis semester 
I'm trying out a new unit on heroes with a lot of team learning. I so wanted him 
here when I tried it out He tried but he couldn't make it. But if he does give 
you time you know it's going to be quality time'* (Bird and Little). 



Finally, Bird and Little point out the most smsitive issue in teacher 
observation — the problem of establishing reciprocal professional relations. It 
is problematic — and crucial — because nearly all the approaches to observation 
can be futile if a teacher does not sense a principal's respect, or even deference, 
for dieir own professional abilities. Putting the emphasis of an observation on 
performance, rather than personality, allows a teacher to feel that the principal 
believes in his o" ;ier capacity to improve. 

Similarly, teachers must be able to trust their instructional leaders in 
at least three ways if the benefits of direct observation are to be maintained: 
fu^t, they must believe that their observers intend no harm to them; second, that 
the criteria and procedures of evaluation are predictable and open; and third, 
that observers will provide information to improve the nuts-and-bolts of their 
teaching. 

Resistance to the third area of trust may be psychological in nature, 
stemming from a belief that the observer's only real purpose is to criticize. 
Observations have the potential for becoming a glib sidewalk superintendency, 
with the observer feeling little or no responsibility and taking few risks them- 
selves. At its worst, observation can actually erode the collegiality and norms 
of excellence that it was meant to fortify. 

The observers who praise but fail to offer constructive criticism, or 
who criticize without analysis, are also sending the message to teachers that 
their feedback is formulaic, remote, and uninterested in developing the teacher's 
potential; they may even lack an understanding of the realities of teaching. 

Bird and Little, who noticed these tendencies in the schools they 
observed, propose a five-point requiremoit of reciprocity that is designed to 
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offset some of the vulnerability teachers experience during observation by 
setting high standards for observers. 

• First, the observer must promise to bring knowledge and skill to 
the observation in order to help the practitioner. At the least, the 
observer nust promise that "I can make and report to you (the 
teacher) adescription of your lesson which will shed new light on 
your practices and thus help you to improve them." 

• The teacher, in turn, must defer to the observer's assertion — in 
effect, validating the observation process as a valuable iii^trument 
for improving his or her teaching. He or she must listen carefully 
and actively. 

• To wairant his or her authority, the observer must display 
knowledge and skills a teacher can use: making a detailed, 
revealing record of the observation for the teacher, or offering 
feasible alternatives to the teacher's practices. This may involve 
requiring dutt wrinen praise of classroom teaching be as specific 
and detailed as written criticism, or that teachers be able on 
occasion to observe those who observe them. 

• Next, the teacher must try to change his or her practices in some 
sfgniftcant way: in behavior, use of materials, approach to stu- 
dents, or perspectives. 

• FmaUy, the observer must tiy to improve along with the teachers, 
with training, practice, and observation of the interactions with 
teachers. 

According to Bird and Little, the basis of reciprocity in observation 
lies in the principle that "observation cannot be simpler than the teachirig it 
supports.'* Obviously, efforts to improve the com^ex art of teaching are 
ongoing, requiring incremental improvements and starting with modest efforts 
at which both teachers and observer can succeed. Future observations can then 
build upon diose successes. 

The focus in an instmctional leader's observation practices, then, must 
be on the problems and needs of the teachers. Using patterns of joint planning 
and shared responsibility , teachers can be influenced by an observer toward high 
standards. The potential forobservation is great: for influencing higher expec- 
tations in instruction and, by extension, motivated outcomes in students. 




Assessing the Instrucnonal Program 

Another task of instmctional leaders is to assess and revise die instruc- 
tional program. As in the case of supervising and evaluating teachers, whole 
programs can be reviewed for planning, objectives, success in reaching die 
objectives, and particular successes and problems. Ultimately, the success of 
any educational program comes down to die performance of die students: Are 
tiiey reaching the objectives proposed? Where are they failing and why? TTie 
more specifically learning problems can be identified, die more successfully 
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they can be remedied or traced to particular objectives, units, or course ac- 
tivities. 

Of course, students in any given level of education attain varying 
degrees of mastery. In any class, a certain number will grasp some concepts 
and not odiers. Scho(ds are now under increasing pressure to raise the level of 
mastery. They are being held accountable for a minimum number of competen- 
cies and are being publicly compared on the basis of standardized test scores. 
It is imperative, then, that principals and teachers decide which objectives are 
essential and how best to teach them. Program assessment involves ways of 
following up the results of the instructional planning and teaching in a school. 

For principals and othei instructional leaders, the educational literature 
agrees, the assessment of achievement is not just fine-tuning an existing 
instructional program. It is an integnJ part of the instructional planning process. 



Individual courses and whole programs can be monitored in similar 
ways. Evaluations of both can be divided into three stages: before the course 
or progranu during the course or program, and afterwards. The precourse 
evaluation can be called diagnostic, the evaluation as the course proceeds is 
formative; and the final evaluation is summative. 

Although many principals may perform one or two of these evalua- 
tions, few actually perform all tiiree. When program evaluation is discussed, 
thoughts usually turn to sunmiative (year's end) evaluations. But the instruc- 
tional process in a school may remain a mystery if achievement data are 
reviewed only at the end of the year. "What happened here?" principals have 
been overheard muttering, uncertam how to connect statistical surprises in test 
scores with instructional strategies, learning climates, or other variables in their 
schools* instructional environments. To understand the outcomes, an observer 
must look back at formative (midcourse) testing of the particular objectives in 
each departmoit and even tiie performances in classrooms. 



The intended curriculum is embodied in objectives: what ought to be 
taught. Principals and otiier leadrrs can monitor die worth and nature of (danned 
activities to see how they match the general program objectives and how tiiey 
fit witii each other. We have aheady addressed die subject of goals, which are 
best regarded as the long-range, broader aims of schods or programs. "Every 
child up to grade-level standards" or "providing students an adequate reading- 
base to develop writing skills" may be two goals. Objectives, diough, are die 
short-term aims that break down the goals into specific steps, each of which can 
be attained in a finite period. Stated in tills way, it is clear tiiat objectives not 
related to goals muiy be trivial or, even worse, confusing to students. 

Although much discussion has centered on tiie semantics of behavioral 
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objectives, wording is probably less important to a monitor than is the ability 
to find evidence of whether the 6t>jectives ait being met Well- written objec< 
tives specify the range of evidence q>propriate to judging their success. The 
objective **to develop in snidents an understanding of die basic principles of 
algebra,** for instance, could be rewritten to limit what the "basic principles" 
are: "Students will demonstrate their understanding of the number system and 
of basic concepts of sets." 

In some situations, specifying the degree of understanding could also 
be appropriate: "Students will pass parts 1 and 2 of the departmental cmipeten- 
cy exam in algebra." In other situations, however, using a common test fot 
evidence of understanding could be inq)propriate. In teaching ethics, {(x 
instance, the quality of reasming rather than the accuracy of response is clearly 
nme vital; hence monitoring in values<ducation could adopt other kinds of 
evidence. 

Attributes of useful objectives are as helpful for monitoring as for 
constnictmg programs. In W. James Popham's work on sound objectives, the 
cq>acity for monitoring the objectives is built into the objectives themselves. 
He suggests diat objectives should clarify the instructional intention, describe 
a generalizaUe class of learner behaviors, have criteria for adequately judging 
students' constructed responses, incorporate the important conditions as- 
sociated widi die objectives inside die objectives themselves (such as academic 
prerequisites or vital materials), and have well-defined performance standards. 



Sources of Dote and Methods of Analysis 



How can the instructional leader tell, then, whether objectives are 
being met? Answering this question is not as simile as just looking at the 
outcomes of teaching— that is, at test scores and die level of satisfaction— 
though those sorts ofevidence are extremely important Analysis of curriculum 
implementation must precede outcome analysis. Is the curriculum being run as 
intended? Is it coordinated and monitcned at the classroom level? Program 
analysis includes testing of materials, spoken ccmtent, classroom activities, and 
die odier ways of reaching program objectives. In odier words, formative 
monitoring of programs is as important as summative monitoring. 

Polling teachers for their perceptions of a program's strong and weak 
areas can contribute inqxirtant information to an instructional leader. A mi xture 
of formal and informal techniques can be used to keep in touch with teachers* 
concerns. A "concerns screen" is a formalized method of organizing teachers' 
progress and perceptions into patterns. One example of this sort of opinion- 
sampling, offered by Susan Loucks-Horsley and M. Melle, probes the faculty's 
success at integratir^ program objectives and resources into their cUssrocxn 
practices. The summaiy sheet in table 1 provides a scorable record, easily filled 
out and tabulated. 
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J 

I 



I 
I 



I 



I 



2 — 3 



1 . Time is devoted tn cr*ienre 






** 


* 


** 


2. Science is taught according to R- 1 
Guide 












3. Assessment of pupil learning 


*** 
*** 










4. Integration of basic skills 




***** 
**** 


* 






5. The outdoor classroom is used as 
recommended 




*** 
** 


*** 
* 


** 




6. Recommended materials, equipment, 
and media are available 






m** 
** 


*** 
* 


** 


7. Inserv cing and financial arrangements 
have b «n made 




* 


*** 
** 


*** 
** 




8. Long and short range planning 




*** 


*** 
*** 


** 




9. Use of class time 




** 


**** 


** 


* 


10. Teacher-pupil interaction facilitrtes 
progam 


*** 


**** 


**** 






1 1 . Classroom environment facilitates 
program 




*** 


*** 


*** 


** 


1 2. Instruction is sequenced to facilitate 
the guided inquiry learning approach 




**** 
* 


**** 







School: Winter El ementary. Teachers: All grade 3, 4, 5, 6 teachers ♦= one teacher 
Source: Loucka-Horeely and McUc (1982). Reprinted by pcnnission of S. Loucks-Horsely. 
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Content Anotysii 



Much of the infonnation available for program monitoring is found in 
documentary artifacts of teaching. A highly adaptable techraque for mining 
these materials for evidence of a program*s success has been called content 
analysis. This is a broad term for a critical analysis of teaching materials, 
reducing their complex ideas to lists, matrices, and other skeletal forms in 
answer to a leader's questions. For instance, a principal might want to look at 
a textbook in intnxluctoiy chemistry classes to determine how usable it is. Some 
of the questions the principal could pose would be about the book's leadability, 
its questions at the end of chapters or units, and its suitability for the teaching 
mediods used in the school. 

The principal would probably also want other tools to help perform 
the content analysis: readability formulas, for instan;e, to assess the reading- 
difficulty level; a taxonomy of educational obj;;ctives, such as Bloom's 
taxonomy, to investigate the questions in the chapters; and evaluation notes to 
match texd)ooks to teachers. Materials other than textbooks can be analyzed, 
of course. The contents of tests are fair game, as are job descriptions, state 
educational plans, or minutes of the meetings of parent-teacher associations. 

c^Triculum Mapping 

An offshoot of content analysis, curriculum mapping combines the 
analysis of intended curriculum goals with the analysis of actual teaching 
patterns. It is intended to fill die gap that often exists between die intended and 
the actual curricula. Because of the loose coupling in the organization of 
schools, there may be no warning to teachers that their priorities in the course 
content and allotted time differ from those required to meet program objectives. 
By the time test scores begin to slide, it may be impossible to recoordinate a 
program. 

curriculum map records what is being taught at each grade level & n . i 
sublevel, ar well as what might be taught. Fenwick English provides an 
example of a curriculum map, reproduced in table 2, that differentiates the 
various topics in the science curriculum in one school system, divided by grades 
and marked by total time devoted to each topic. 

Using a curriculum map, an instructional leader can see the breadth of 
the curriculunri and its actual time priorities. In the table, the science curriculum 
appears to orbit around four topics: magnetism, nutrition, solar systems, and 
the human body. A map such as this one can provide a base upon which to 
decide new curriculum s^proaches. For instance, a decision may be made to 
include "optical illusions" in the science curriculum, since it is not being done 
now. 



The conunitment to use achievement data in the instructional program 



Long-Term Commitment 
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TOFK 


K 


1 


2 


3 


4 


5 


6 


7 


8 


9 


10 


] ] 


12 


Total 

T- 

hv 

oy 

Topic 


1. Simple Machinei 


I/l 


0 


0 


0 


0 


0 


0 


0 


0 


0 


Q 


0 


Q 


1 n 


2. Wofk and enoiy 


0 


I/l 


R/1 


0 


0 


0 


0 


0 


0 


0 


0 


0 


VJ\ 

C/ 1 




3. Loconocion 


I/l 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 




1.2 


4. Insects 


0 


0 


0 


0 


0 


I/l 


0 


0 


0 


0 


0 


0 




l.U 


S. Magnetism 


0 


I/l 


R/1 


E/1 


0 


0 


E/1 


0 


0 


R/1 


0 


R/.5 


E/2 


J. t 


6. Weather 


V6 


0 


0 


E/1 


0 


0 


0 


0 


E/.5 


0 


0 


0 


0 




7. Kinetics 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


1/2 


E/1 


3.0 


8. Ten^KTiture 


I/.5 


R/1 


Ryi 


0 


0 


0 


0 


E/5 


0 


0 


0 


0 


0 


3.0 


9. Nutrition 


I/.5 


0 


0 


0 


R/1 


R/1 


0 


E/.5 


0 


0 


E/2 


0 


0 


5.0 


10. Sex differences 


I/l 


0 


0 


0 


0 


0 


0 


0 


0 


0 


FT? 


0 


Q 




11. Ecoloty 


I/ l • 


R/.l 


R/1 


R/.l 


R/1 


0 


0 


0 


0 


0 


0 


0 


0 


1.4 


12. Solarsystem 


0 


I/l 


R/1 


E/1 


E/1 


0 


0 


0 


E/1 


0 


0 


0 


0 


^ n 

3.U 


13. Gravity 


0 


0 


0 


I/l 


0 


0 


0 


0 


0 


0 


0 


0 




1 1 
1.1 


14. Radionctive dating 


0 


0 


0 


0 


0 


0 


0 


0 


1/5 


0 


0 


0 


E/ 1 




IS. Volume and mass 


0 


0 


0 


0 


0 


0 


0 


0 


0 


1/2 


0 


0 


0 


2.0 


16. Bondiug 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


I/l 


.1 


17. Human body 


0 


0 


0 


0 


0 


I/I 


E/1 


E/1 


0 


0 


E/2 


0 


0 


5.0 


18. Cells 


0 


0 


0 


0 


0 


I/.l 


E/.2 


E/.5 


0 


0 


E/.5 


0 


0 


1.3 


18. Plants 


0 


0 


0 


R/1 


0 


R/1 


E/1 


0 


0 


0 


0 


0 


0 


3.0 


20. Tobacco and drugs 


0 


0 


0 


0 


0 


0 


0 


E/1 


0 


0 


0 


0 


0 


1.0 


21. Atom 


0 


0 


0 


0 


0 


0 


0 


0 


0 


I/l 


0 


0 


1/2 


1.2 


22. Prictio.1 


0 


0 


0 


0 


0 


0 


0 


0 


I/l 


0 


0 


0 


E/.l 


1.1 


23. Optical niusions 


0 


0 


0 


0 


0 


0 


n 


0 


0 


0 


0 


0 


0 


0.0 


24. Waves 


0 


0 


0 


0 


I/.2 


0 


0 


0 


E/.5 


0 


0 


0 


R/.l 


.8 


23. Quantum theory 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


0 


I/l 


1.0 


TOr^LT^af GRiVDE 


3.7 


4.1 


41 


S.l 


3.2 


41 


32 


3.5 


3.5 


4.0 


6.5 


2.5 


4.1 





Lefcnd: l«inlroduced: R>rrinfatced; E>expin(led Time Delinetlion: number equali hours per week per semesier 

Sown: Engluh (1980). Reprinted by peimusion of the Auocubon for Supervision and Curriculum Developmer.' mi Fenwick W. English. 
Copyrifht (c) 1980 by the ASCD. All rights leaerved. 
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is a long-tenn one. Indeed, it should be, as the collection of data will begin to 
pay off most only after an initial year or two. The first year can be a baseline 
year, during which information is ccmipiled on each curricular group of students 
(age-groups, for instance, or career tracks). The groups of the first year, then, 
can be compared with those of later years. 

Based on the findingsof the furst-year evaluation, objectives can be set 
for the foUowing years* students. These objectives will take into account the 
differences in aptitudes or entering achievement levels between this year's 
students and those of previous years. Each year can be compared similarly, 
helping the staff evaluate the effectiveness, tqppropriateness, and value of each 
program or of key courses. 

One of the most important uses of assessments is for the public 
recognition of success. Assessing means not only being able to improve 
programs but also being able to celebrate them — to reward the hard woik and 
positive attitudes diat produce hifh achievement. Rewards can also emphasize 
to students and staff die importance of doing well academically. Rewuxls can 
be toinging in outstanding speakers for the National Honor Society or arranging 
with local organizations to honor students who succeed academically. A 
principal's personal recognition of a faculty member's excellence or of the 
whole faculty for hard woiic and achievement can improve morale and stimulate 
better efforts in the future. 



Unaddressed so far is the question of who instructional leaders are. 
Although the principal is commonly assumed to be the instructional leader, a 
closer look at schools reveals that leadership is not any one person ' s prerogative . 
To those who know a principal's wide range of responsibilities, die need for 
sharing leadership is all too clear. 

Even principals who put a high priority on instructional leadership find 
that, despite their good intentions, little of their workday may achially be spent 
handling matters directly related to teaching and learning. Bruce Howell found 
that, at best, elementary principals devote about 30 percent of their time to 
instructional leadership duties, while secondary principals devote only 20 
percent to instruction. 



The question, then, is how to work instructional leadership into a 
principal 's day. The danger— one that few principals will risk — is that they will 
neglect the noninstructional demands only to find that their school leadership 
role is neglected. In fact, '^^itain management duties are essential to instruc- 
tional leadership. To be good ur^JCtional leaders, (mncipals must manage the 
nonclassroom activities that create a positive learning climate for learners and 



Sharing Instructional Leadership 



A Neglected Activity 




217 



'^9 



Fart 3. The Stilts 



teachers. One of Ae major duties of instructional leaders, according to recent 
reports, is to maximize instructional time by minimizing the number of class- 
town interruptions and by running interference between teachers and parents 
or district office. Principals may be more effective leaders by managing school 
business in order to snmoth the way for classroom achievement. 

Besides having important duties other than classroom supervision, 
principals might also suffer from a superman or superwoman complex — the 
belief that they need to do everything equally well. Unfortunately, with too 
litde time or background to perform actequately aU the necessary tasks of 
leadership, this complex may result in a principal doing everything equally 
poorly. 

Gearly, it is preferable that e principal's duties — whether instruction- 
related or management-related— be shared, not aband(Mied. In most schools, 
other administrative staff, department heads, teachers, or outside consultants 
are available to share instructional leadership. Sometimes these people may 
even be better qualified A department head, for example, is pix)bably mote 
familiar than the principal with effective teaching techniques or qjpropriate 
content area goals. A wise principal could use the lc:alcrship position of a 
department head, then, for goal-setting and teacher supervision. The principal 
would then be the primary goal-setter and supervisor, collaborating with and 
overseeing the leadership exercised by department heads. 

Perhaps, as Caroline Persell argues, too much research and public 
discussion of instructional leadership has emphasized the principal's duties, 
neglecting the unofficial leadership in schools. Principals, she noints out, 
cannot — and most do not— expect their plans to be instituted without alteration 
or interpretation by teachers and staff. 

Norman Newbcrg and ADan Glatthom noticed this sort of unofficial 
shared leadership in the junior high schools they studied. They found that 
instructional leadership was spread out among a variety of people rather than 
centralized in the principal. Like other researchers, such as Russell Gersten and 
his colleagues and William Firestcme and Robert Herriott, they found that 
secondary schools generate instructional leaders among the staff mote frequent- 
ly than do elementary schools, where leadership tends to be centralized in the 
principal. In two of the junior high schools Newberg and Glatthom studied, the 
reading chairpersons seemed to play an influential part; in another, the English 
Department chair was the key leader, and in a third school, a vice principal was 
the most important instructional force. 

TTic key to effective instructional leadership may very well lie, first, 
in the flexibility a principal exhibits in sharing leadership duties, and, second, 
in the clarity with which a principal matches leadership duties with individuals 
who can perform than collaboratively. In sharing instructional leadership, then, 
the principal needs to know what tasks need to be shared and ju!;t how much 
guidance he or she should provide. To address these matters, let us lodk first 
at the critical leadership functions researchers have found in schools, then at the 
balance between sharing and delegating. 
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Critical Leadership Functions 



In their study of instructional leadership in urban districts, Gersten and 
colleagues found that principals assume little of the instructional leadership in 
some districts. Most guidance for teachers, for instance, comes from trained 
supervisors and consultants. In answering why principals were not more 
involved, the researchers concluded that schools have sets of leadership 
duties — responsibilities that need to be done — regardless of anyone's job 
descrqjtions. These critical funct 'u ^ns are necessary to maintaining and improv- 
ing instructional programs. 

An educational change program in a large lutui district was success- 
fid, Gersten and his colleagues found, despite the indifference or opposition of 
the principals involved. The key to the program's success was the daily 
-^own-to-earth technical assistance given to teachers on classroom matters. 
Other research, too, has indicated that federally funded programs may be 
successful without much support from administrators and that successful 
programs are not dependent upon consistent administrative pdicies (See 
Gersten and others, who cited additional sources). 

Giving teachers access to technical assistance with their classroom 
problems is one of four critical functions vital to the health of instructional 
programs, say Gersten and his colleagues. The other three critical functions are 
as follows: 

1 . specific inservice training of teachers on classroom issues, with 
extended followup 

2. an cducaticmal model that succeeds with difficult-to-teach 
children 

3. a system for mcmitoring student and teacher performance 

Qearly, none of these vital activities can be shouldered entirely by a 
principal. In practice, they are carried out by a variety of teachers and staff with 
a range of expertise — reading coordinators, parent groups, department heads, 
school-level committees, or staff consultants. 

Classroom teachers, it is generally recognized, do not look to ad- 
ministrators first for help in solving classroom problems. They perceive ad- 
ministrators as too far removed from daily teaching difficulties to offer much 
real help. According to Roland Barth, teachers are concerned with the means 
of instruction in most of their woric with students. The critical furx:tions of 
instructional leadership are actually the specific support teachers need to solve 
classroom problems. 

'liiose critical leadership functions that the principal does not control 
directly he ot she must, of course, oversee. In fact, in shared leadership 
arrangenMnts, one of the most important tasks of the principal is to make sure 
that the critical functions are being performed. 

Just what are some of these critical functions? A list of some primary 
leadership functions appears in table 3. Of the functions listed, some relate to 
guiding teachers, others to improving or nudntaining high standards in students' 
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Superviiioii 

Observing classroom performance 
Providing feedback on instructional skills 

Giving direction and support for individual teachers to eliminate poor 
teaching performance 
Providing Inacrvicc Training 

Arranging for instructional-technique inservices 

CoUaboiating with staff on inservice needs and offerings 

Attending or being briefed about inservice sessions 

Pt&nning a general staff development program 
EvainatiBg Teachers 

Scheduling conferences before and after classroom observations 

Providing teachers guidance to analyze their own instnictional processes 

Focusing on improving teaching rather than condemning teachers* habits or 
personalities 

Concentrating on issues "small in number, educationally viuil, 

inteUectually accessible to tht teacher, and amenable to change" 
(Acheson and Gall) 
Bringing in specific observations rather than general judgments 
Evaluating supervisors* techniques on the same bases used to evaluate teachers 
Selecting Teachers 

Contacting all references 

Observing and having others observe teaching of job candidates anu new 
teachers 

Hiring different types of staff to reach all students 
FoUowing up new hirings with support and development opportunities 
Protecting Instructkmal Time and Teacher Integrity 

Supporting teachers* professional decisions and needs 
Eliminating disniptive "official'* inteiruptions in class time over public 
address systems or inclass aimouncements 



Setting and Monitoring Schooiwide Academic Standards 

Establishing academic requirements, consistent with and exceeding district 
guidelines 

Publicizing by ,vord and print the high expectations of the school 
Providing counseling programs diat challenge students 
Encouraging the use of standardized testing for improving academic 
performance 



Students 




(Continued) 




Table 3 (Continued) 



Keqnng test results available for teachers' reference and goal-setting 
Llmitiag Class Size and ControUIng Class Composition 

Assigning students to teachers on the basis of factors that may affect learning 
Experimenting with multi-age grouping 

Avoiding "typing" students socially as the basis for assigning classes 



Overseeing and Facilitating Selection of Teaching Materials 

Matching objectives and materials 

Filling instructional privity areas fairiy 

He^g teachers develop materials not commercially available 
Balancing Specific Program Objectives with Overall School Goals 

Ensuring scope and sequence in school instructional program by forming 
scope-and-sequerxe guidelines and checking department programs for 
consistency with guidelines 
Helping Tcadiers and Students in Being Aware of School's Curricula 
Planning Coiiabonitively 

Staffing conunittees with various viewpoints 

Expecting staff input on materials selection and evaluation 

(Besides the three domains discussed above, a general category affecting all areas of a 
school's academic life can also be shared. The following critical functions are clearly 
of major concern to everyone involved in the academic program of a school.) 



Providing Rewards and Recognition for Teaching and Learning Achievemf nts 

Setting up ongoing systems for recognizing academic success, such as honor 
rolls, awards, or letters to students' parents 

Facilitating peer-group emotional support and incentives for teachers 
Setting Higli Expectations and Clear Goals for Student and Teacher 
Performances 

Requiring yearly instructicMud guals for each teacher 

Establishing policy on student promotion 

Analyzing achievement test scores to find general strengths and weaknesses in 
programs 

Maintaining order and a pleasant environment to teach and learn 
Establishing and enforcing a clear code of conduct on attendance 
Eaforcing discipline personally with students 
Refusing to stereotype students 

Assigning staff and resources to confront the violation of rules 
Clarifying policies personally or in writing 



Content 



General instruction 
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woA, and a third group to cuiriculum supervision. These three domains of 
uistructional leadership include activities that may be shared and those that are 
finally die responsibility of the principal. 

Supervision and evaluation of teachers, for instance, are ultimately the 
principal's duty. But it is possible to divide them, as Acheson and Smith 
propose, so that some supervisory duties (classroom observation, for instance) 
are performed by others, though coordinated and overseen by the principal; the 
final evaluations are the principal's task. That is. the fomiative tasks of teacher 
supervision may be shared, but the summative tasks are the responsibility of the 
prinapal and school authorities above the principal. 

The activities in the four categories in the table (teachere. students, 
content, and general instruction) are neither the principal'sunique responsibility 
nor entirely someone else's. The principal can share many of them, retaining 
the authority to oversee how they are being done. The domains, of course, are 
interactive: increasing students' time on task, for instance, may best be fur- 
thered by protecting classroom time for instruction or by advancing standaixls 
in departments and classrooms. Sharing these tasks wUl only increase the 
likehhood that the areas of instructional lca<tership covered here will be mutual- 
ly suppcMtive and integrated into a school's woricing environment. 

Defining Roles When Leadership Is Shared 

The fact that the buck stops with the principal raises issues about 
potential troubles with nrfe definitions in shared leadership. It may be hard to 
introduce coCegial leadership to faculties used to centralized authority. Some 
studies of instructional leadership, such as those by Ronald Edmonds and by 
Shiriey Jackson and others, have stressed that principals need to be assertive 
leaders. According to Edmonds, principals in schools that are improving tend 
to emphasize discipline and assume more responsibility for achieving basic 
school objectives. Principals in declining schools, on the other hand, toid to be 
permissive, emphasizing infomial or collegial relationships with teachers. 

These findings have been commonly interpreted to mean that prin- 
cipals should centralize authority in themselves, Edmonds' study also shows, 
however, that the problems in declining schools seemed to arise from a general 
lack of commitment to goals and a lack of accouniabiUty fran teachers and 
administrators. It was harder to draw conclusions about the presence (or 
absence) of a particular leadership style. Thus, if shared leadership is to woric 
successfully, it vpptm that eveiyone— faculty and administrative staff alike- 
must know their instructional goals and m n also be accountable fo' smdents' 
achievement 

In short, collegial leadership should not do away with the lines of 
authority and accountaWUty in a school. Unless the boundaries of teachers' 
duties as leaders are speUed out clearly, for instance, some may assume they 
have die authority to make decisions the principal would prefer to have, 
Rirthermore. total-group (tecision-making tends to be overused in schools. 
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according to James Lipham. In the early stages of a change process, he 
observes, wide participation is appropriate. But during the tinie new programs 
are implemented, the lines of authority should be clearly defmed. 



What about the schools that simply seem to resist shared leadership? 
Much depends upon the experience of teachers in a school — how principals 
have managed instructional programs in the past, for instance— or on the degree 
of openness in a school. Tom Bird and Juditfi Warren Little found that norms 
about privacy vary from school to school. At schools where pri . acy is valued, 
repeated teacher observations may meet with disapproval, and there is usually 
less sharing of information and techniques among teachers. At these schools, 
there is also often less tolerance for shared leadership. Teachers may resist 
department heads making classroom observations, for example, or wielding 
power over their curriculum. 

Bird and Little also discovered, however, that faculties who resisted 
shared leadership arrangements also had principals who avoided instructional 
support programs or who did not encourage experimentation in instructional 
techniques. Whereschoolshadestablishedaprccedento'* sharing improvement 
strategies amcMig teachers or where principals were actively involved in staff 
development, faculties were more open to shared leadership. This finding 
makes sense: an atmosphere that encourages continuous improvement would 
also encourage emerging leaders amoi:g the faculty and sharing of critical 
functions. With a strong principal coordinating instructional support, such an 
environment could also encourage cooperation among teachers. 

In coordinating leadership energies, the principal may benefit from 
carefully organizing the school staff to deflne clearly the leadership roles that 
need to be filled. Clarifying instructional leadership duties may mean reor- 
ganizing the school's administrative sta^. 



This chapter has covered several areas of instructional leadership that 
have recently received attention: the major contexts of the school and the 
community; the "technology'* of instruction affected by instructional leaders 
(goal identification, curriculum and instructional management, learning 
climate, classroom observation, and assessment); and the possibilities for shared 
or team efforts. These are only a few of the areas related to instructional 
leadership, but they are vital in focusing attention on leadership in context on 
actual instructional leaders rather than on "symbolic" instructional leaders. 

Perh£q)s most defmitions of instructional leadership are so general 
because it is difficult to defme a personal commitment in its full range. 
Instructio. al leadership involves a leader's commitment to maintaining excel- 
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Icncc and improving the less desirable features of instruction in his or her school 
Nevcrftcless. if it is to exist at ail, a commitment must move from the stage of 
making symbdic acts to maintaining a woildng routine. 

The research is unanimous in asserting that principals can have 
prrfound indirect effects on students' learning experiences. A principal's 
impact can be seen in the school's climate, in the motivation and^oal clarity 
among teachers, and in teachers' expectations for students. The indirectness of 
the iwincipal's role ("Can I really make a difference?") should not discourage 
anyone from trying to create a daily routine that includes goal-oriented attention 
to instructional matters. 

No matter how cen'jalized the principal's leadership role in a school, 
it is difficult for his or her influence to be felt directly in the classroom. A 
practical role for principals, then, is in being an agent of instructional support 
and an overseer of support functions. Principals can take advantage of the 
network of experienced ot motivated people who make up the faculty and staff 
to provide direct, perceptive leadership of instruction in haid-to-rcach areas of 
instruction. Depending on the school's culture, others in the school— depart- 
ment heads, assistant principals, or teachw c Tmittees— may participate in the 
planning, observing, training, delegating, testu.j, and summarizing necessary 
to provide an active, self-correcting learning environment. 

This approach does not mean that principals (or other administrators) 
should be eager to delegate all instructional leadership roles to others. It does 
mean, however, that (dncipals can meet the demands for instructional leader- 
ship by attempting to identify and meet those needs vital to improving student 
performances. In addition, sharing leadership may mean involving a whole 
faculty in a pursuit of excellence in learning— a pursuit that can be contagious. 
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